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FROM THE EDITOR ...
Any professional school should be well ahead
of practitioners in analyzing the society and its
needs and in prescribing appropriate courses of action. While professional education is not responsible for all of the problems and dilemmas that confront society, it is responsible for some. In the same
vein, education cannot by itself overcome the ills
of society, but professional education must provide
solutions to educational problems.
Many of us are certain that a paradigm in education is lurking "just around the corner" and we
must advance the search for it by developing educational leaders who can define and interpret the
knowledge base of teaching and learning into more
effective practical applications for schooling.
The effective educational leader in contemporary society is one who understands the role of
schooling and teaching, who understands the nature and course of individual learning and human
development, and who possesses the skills requis-

ite for effective classroom teaching. These are basic
-the foundation for performance in education . But
to be a truly effective professional leader, the
educator must also be an active learner, thoroughly
prepared in one or more of the academic disciplines,
well-grounded in the traditional knowledge base,
and insightful regarding the interrelatedness of information between and among the subject fields.
The leader in education must be a visible advocate
for the profession, capable of relating successfully
to the community at large and able to adapt in productive ways to the rapidly changing dynamics of
society with a tolerance for ambiguity and a
thoughtful, purposeful approach to solving problems.
Leadership in education and the implications of
current conditions for improving schooling into the
1990's are common topics addressed by the articles
in this issue of the Journal.

In this issue ...
The lead article, "American Educational Reform: Is the Cure Worse than the Disease?", written
by Professor Robert Barger, analyzes the major currents of the recent American educational reform
movement. It performs the analysis through a
critique of the paradigmatic report entitled A Nation
at Risk : The Imperative for Educational Reform.
This report was issued in 1983 by the National Commission on Excellence in Education . The thesis of
the author is that the recent American educational
reform movement is hindering, rather than helping,
true educational reform because the recommendations offered by A Nation at Risk and subsequent
reports generally call for a redoubling of educational effort within the present educational context
without advocating any essential changes in educational structure, content, or methodology.
In 1986, the College of Education at Eastern Illinois University was awarded a contract by the
State Board of Education for the conduct of an extensive study of the current situation regarding formal "Initial Year of Teaching" programs in the state
and the nation. The "Initial Year of Teaching Study"
was completed in October by an eight-member College of Education faculty research team and the
final report is serving as a leading document and
resource for the ISBE as it develops working papers
and explores model programs according to the recent legislative mandates. In their article, "Help for
Beginning Teachers: The National, State, and Local
Scene, Through 1986," three members of the research team, Dr. Fred Kreamalmeyer, Dr. Jerry
Ligon, and Ms. Beverly Ochs, report the results of
2

that study.
"Substitute Teachers: The Professional Contradiction" is a summary of an informal survey of
teachers and substitute teachers regarding how
each group sees the substitute teacher's role in the
classroom. Headed by William Shreeve, a faculty
team from Eastern Washington University investigated the substitute teacher's publ ic image with a
survey conducted among part-time and full-time
teachers attending evening classes at Eastern
Washington University. Survey results reveal some
profound contradictions. Their working conditions
appear to damage the self-image of most substitute
teachers. The majority of full-time teachers and administrators are unaware of problems confronting
substitute teachers and contend that substitutes are
valued as emergency personnel. Some of the suggestions for resolving these issues come directly
from the survey participants and others from the
personal experiences of the authors.
In a companion piece, Professor Nathan L.
Essex, of the University of Alabama, complements
the article by Shreeve and colleagues with "Solving
the Substitute Teacher's Dilemma: A Team Approach." Essex expertly pinpoints the substitute's
dilemma in a concise analysis and then proceeds
to present a comprehensive program for districts
to apply as they work to incorporate the substitute
teacher as an integral part of their instructional
team.
Since 1985, the College of Education has moved
forward with the development of a partnership with
Percy Julian High School on Chicago's South Side.

In its infancy, this partnership has already produced
some exchange visits among faculty and students
and some clinical experience assignments. During
the past summer, the University hosted seven faculty from Percy Julian, on campus, who are pursuing various types and levels of certification. Five of
these individuals were awarded graduate assistantships to finance their summer study. The Percy
Julian teachers were enrolled in the education core
courses and the EIU professors organized and directed the thrust of instruction to take advantage
of the "fantastic" cultural exchange made possible
by the mix of the students in the class and the term
culminated with the seven Percy Julian teachers
leading a busload of their fellow students on a field
trip to visit Percy Julian High School and classes.
Specifics of these partnership activities are the topics of two articles in this issue. In "The Percy L.
Julian - EIU Partnership: One Professor's Impressions," Dr. Ronald Gholson shares just that - his
impressions, both personal and professional, of the
summer experience, working with the seven Julian
faculty in his education course, the Instructional
Task in the Secondary School. Mr. Allan Cook and
Professor Carol Helwig, in "Meeting Educational
Needs Through a Partnership," report the process
and results of a study which was conducted by East-

ern Illinois University staff on behalf of the Percy
Julian faculty to determine student attitudes toward
reading. The study was requested by representatives of the Julian staff and the Eastern Reading
Center with the expectation that it would enhance
the Julian teachers' ability to assist their students
in making career and educational choices.
The final two essays in this issue offer fresh
viewpoints, and proposals, regarding current developments of interest to educators - hemispheric
preference in learning theory and equity issues in
our classrooms and schools. In "Brain Dominance
and School Achievement," Darrell Rubinek and
Michael L. Bell present a brief but informative review of significant research in the area as it relates
to students' learning abilities and draw some conclusions which support the need for varied instructional strategies in teaching the basics to elementary age children. Rod Farmer proposes a new concept, and a new name, for unifying and focussing
the profession's treatment of the varied equity issues in schooling. In "Prejudice-Free Education,"
Farmer presents his idea with originality, sensitivity,
and thoroughness.
RML

American Educational Reform:
Is The Cure Worse Than The Disease?
Robert N. Barger

Dr. Robert Barger is Professor of Education at Eastern Illinois University. His teaching
and research interests are in
the area of Educational Foundations. Dr. Barger is currently
involved with several research
projects regarding the humanizing potential of computer
technology in education and
the quality of preparation of
educational personnel.

Editor's Note:

This paper was originally delivered at the 1987
Annual Meeting of the Educational Studies Association of Ireland, held in Dublin. It will be published
in Irish Educational Studies, Vol. 7, No. 1, 1988. It
appears here by special permission of the editor of
that journal.

INTRODUCTION
Putting aside any sense of suspense, let me immediately make my position clear. I think that, in
the case of recent American educational reform, the
cure is indeed worse than the disease. Note that I
do not deny there is a sickness in American education which needs to be remedied. Rather, what I
want to say is that most recent recommendations
for putting American education aright seem to me
to be only recipes for aggravating the situation.
As a means of investigating the recent American
educational reform movement, I have chosen to
concentrate on the analysis and recommendations
found in A Nation at Risk: The Imperative for Educational Reform. This report was published in April,
1983, by the National Commission on Excellence in
Education . The Commission was appointed by
United States Secretary of Education Terrel H. Bell
and consisted of eighteen members who represented such various educational constituencies
as legislators, professors, college presidents, state
and local educational administrators, etc. There was
one teacher on the Commission.
A Nation at Risk has generally been considered
3

to be precedential for the scores of major reports
on American education which have been published
since its issuance. Many of its recommendations
have already been carried into practice (Weinraub,
1986). Having read most of the subsequent reports
and having observed that they propose essentially
the same diagnosis and remedy as A Nation at Risk,
I believe that a concentration on A Nation at Risk
will provide a sufficient basis on which to elucidate
and critique the approach to American educational
reform that has been dominant for the past several
years.

CRISIS MENTALITY
A Nation at Risk was written in apocalyptic
tones. It opened with this warning:
The educational foundations of our society
are presently being eroded by a rising tide
of mediocrity that threatens our very future
as a Nation and a people .. . . If an unfriendly
foreign power had attempted to impose on
America the mediocre educational performance that exists today, we might well have
viewed it as an act of war (National Commission on Excellence in Education, 1983, p. 5) .
This sense of emergency has continued to
characterize most of the succeeding American educational reform reports. One of the latest to be issued said:
Public officials who propose budget reductions in education at a time when the republic
is handicapped by the burden of an undereducated populace are unthinkingly abetting
an act of national suicide ... . The storm
warnings are unmistakable: Our society is
troubled, our economy endangered, our
democratic values jeopardized, our international leadership threatened, our educational
system embattled (National Commission on
the Role and Future of State Colleges and
Universities, 1986, pp. 2-3).

EDUCATIONAL GOALS
Returning to our consideration of A Nation at
Risk, the Commission made clear at the outset of
its report that its concern about the deterioration
of American education was focused, first of all, on
economic and geopolitical realities. It was worried
that, unless educational reform occurred, America
would lose its privileged position in world trade and
international affairs. Additionally, the Commission
was concerned about the erosion of domestic equality of opportunity. It said :
Part of what is at risk is the promise first made
on this continent: All, regardless of race or
class or economic status, are entitled to a fair
chance and to the tools for developing their
individual powers of mind and spirit to the
utmost (National Commission on Excellence
in Education, 1983, p. 8).
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Thus, the goals that seem to have driven the
Commission's recommendations were dominance
in the international sphere and equity at home. It
may be wondered whether there is not some trace
of paradox involved in attempting to pursue simultaneously the goals of dominance and equity. Yet,
America has often been characterized as a nation
which has been able to embrace both extremes of
a contradiction at the same time.
The Commission grouped its recommendations
under the headings of content, standards and expectations, time, teaching, and leadership and financial support. Each of these sets of recommendations will be considered in turn.

PROPOSALS CONCERNING CONTENT
The Commission recommended that all students be required to take courses in the "Five New
Basics" in order to graduate from high school. This
would entail the completion offouryears of English,
three years of Mathematics, three years of Science,
three years of Social Studies, and one-half year of
Computer Science . Additionally, for the collegebound, two years of Foreign Language were
strongly recommended.
This recommendation seems to be predicated
on a belief that Ivan Illich once characterized as a
myth, namely: "that instruction produces learning
. . . ; that valuable learning is the result of attendance; (and) that the value of learning increases
with the amount of input" (Illich, 1970, p. 56). Requiring a given number of years of exposure to a
subject does not guarantee an achievement of competency in that subject. It may be a necessary condition for such competency, but it is not a sufficient
one. The Commission did not make this important
distinction in its report. Still, in response to the Commission's proposal, forty of the fifty states have
enacted legislation increasing the number of required courses in English, Mathematics, Natural
Science, and Social Science. California's requirement of four years of English, .three years of
Mathematics, two years of Natural Science, and two
years of Social Science is typical (Johnson, 1985).
The "Five New Basics" which the Commission
proposed sound very much like the old basics, with
the exception that something called "Computer Science" has been added. At a conference in 1984, I
asked Milton Goldberg, the Executive Director of
the Commission, from whence this "Computer Science" recommendation had arisen. Was it suggested by one of the Commissioners, or by one of
the staff, or perhaps by the testimony of one of the
experts who had appeared before the Commission?
No, he said, it came through none of these channels.
Rather, the recommendation had emerged because
of the frequent expression of the need for a knowledge of computers in today's society voiced by parents and other members of the public who appeared
at the Commission's meetings. While I would tentatively agree with such a need, I would also have
expected a much more substantial research basis

for a recommendation that every high school
graduate be required to spend one-half year devoted solely to the study of something called "Computer Science."
The Commission made clear what it meant by
"Computer Science" when it said:
The teaching of computer science in high
school should equip graduates to: (a) understand the computer as an information, computation, and communication device; (b) use
the computer in the study of the other Basics
and for personal and work-related purposes;
and (c) understand the world of computers,
electronics, and related technologies (p. 26).
One might want to question not only whether the
computer is best studied in the format of a concentrated one-half year course, but also - in light of
the Commission's above-stated description whether that study should in fact be termed "Computer Science" or rather something like "Computer
Studies" (on this point, see the remarks of Kelly,
1985, pp. 161-163). About twenty states have
enacted legislation or have proposals requiring that
students be computer literate by the time they
graduate from high school, or that they complete
a specific computer course in either elementary or
high school (Johnson, 1985).

PROPOSALS CONCERNING STANDARDS
AND EXPECTATIONS
The Commission recommended that "schools,
colleges, and universities adopt more rigorous and
measurable standards, and higher expectations for
academic performance and student conduct, and
. that 4-year (sic) colleges and universities raise their
requirementslor admission" (p. 27). In connection
with this recommendation, the Commission recommended a nationwide (but not Federal) system of
standardized achievement tests, which "should be
administered at major transition points from one
level of schooling to another and particularly from
college to work" (p. 28).
I have three problems with these recommendations. First, the Commission made the unqualified
assumption that every one of the more than two
thousand American four-year colleges and universities would have need to raise its admission standards. I think this assumption is clearly questionable. Second, under the Commission's recommendations for tighter admission standards, the policy
of relative open access to public colleges and universities (by which anyone who meets a certain
minimum academic standard is admitted, but is
subject to dismissal if he or she does not achieve
and maintain a certain grade point average) would
be imperilled. Indeed, the implementation of this
recommendation would place considerable barriers
in the way of achieving the Commission's stated
goal of equality of educational opportunity. Third,
the Commission suggested that college admission

should be granted largely on the basis of nationwide
standardized test scores. This assumes, first of all,
that the mission of all colleges and universities is
essentially the same, and, secondly, that standardized test scores are better indicators of potential
college success than are high school class ranks. I
think both of these assumptions are mistaken.
PROPOSALS CONCERNING TIME
The Commission recommended that "significantly more time be devoted to learning the New
Basics. This will require more effective use of the
existing school day, a longer school day, or a lengthened school year" (p. 29) . The Commission went
on to specifically recommend that local school districts and state legislatures strongly consider adopting seven-hour school days and 200-day to 220-day
school years. Perhaps the most telling evaluation
of the wisdom of this recommendation was that
made by a New York youth just after A Nation at
Risk was issued. When asked for his comment on
the Commission's recommendations, the youth responded: "Young people already dislike school,
and they are going to make us hate it more" (Credibility Gap, 1983, section 1, p. 18). That youth implicitly put his finger on the heart of what is wrong
with the Commission's proposals, namely, the assumption that more is better and that quantity leads
to quality.
PROPOSALS CONCERNING TEACHING
The Commission found that "Too many
teachers are being drawn from the bottom quarter
of graduating high school and college students" (p.
22) and hence recommended that "persons preparing to teach should be required to meet high educational standards" (p. 30). Recently published, validated research (Barger, Barger, & Rearden, 1985)
has demonstrated that the Commission was in error
in this finding. The reason for this error was that
the Commission had extrapolated that, since most
students in high school who indicated an interest
in going into teaching had scored very low on
nationwide standardized college aptitude tests,
most new teachers must be at the bottom of the
academic barrel. Despite the fact that this finding
was in error, subsequent reports and the popular
press still continue to propagate the myth that new
teachers are substandard. More than thirty states
have enacted legislation specifying college courses
that prospective teachers must complete, requiring
proficiency examinations in basic skills and/or in
subjects they plan to teach, or specifying under
what conditions districts may hire non-certified personnel (Johnson, 1985).
The Commission also recommended that students preparing to teach should demonstrate competence in an academic discipline. This recommendation has led to the issuance of two reports which
proposed that undergraduate teacher education
programs should be entirely abolished and that
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teacher education should become an exclusively
graduate enterprise (Holmes Group, 1986; Carnegie
Task Force on Teaching as a Profession, 1986). The
thought behind these proposals is that students
should first obtain a degree in an academic discipline and then proceed to the graduate or professional level to be educated for teaching. However,
there is ample evidence that undergraduate teacher
education programs continue to produce competent teachers. Also, it might be argued that being
involved with teacher education at the same time
that a student is involved with his or her major
undergraduate studies is actually an asset rather
than a liability.
The Commission also recommended that "Sal. aries for the teaching profession should be ... performance-based" (p. 30). This advocacy of merit
pay caused initial adverse reaction from the major
American teachers' unions (The National Education
Association and the American Federation of
Teachers). They have recently begun to be somewhat more tolerant of this idea. Their major concerns center around what criteria will be used to
determine who gets merit pay and who will do the
evaluation for the award of merit pay.

It has been said that one who criticizes should
be prepared to offer a better alternative. I have
suggested that doing nothing or simply doing
"more of the same" is not likely to produce change.
If a different educational "output" is sought, it
seems that there are two possible choices: 1) the
"input" to education could be changed (this would
affect who is to be educated and how much education they are to be offered), or 2) the "processing"
involved in education could be changed (this would
affect what is done in teaching and learning, how
it is done, and who does it). Because I value the
principle of equality of educational opportunity, I
would not like to see any diminution of the present
"input" to education. There does seem to me to be
some hope in pursuing real change in the "processing" involved in education. Just how this alternative would be specified is beyond the scope of this
paper. I believe it would involve the application of
Deweyian philosophy and Piagetian psychology.
But, as to the present course of "more of the same"
in American educational reform, I continue to fear
that this type of cure is worse than the disease.

PROPOSALS CONCERNING LEADERSHIP
AND FISCAL SUPPORT
Under this heading the Commission recommended that educators and elected officials be held
responsible for providing the leadership necessary
for reform and that citizens provide the fiscal support needed to bring about this reform. While it
might seem hard to quarrel with this recommendation, I would argue that the problem with it is that
the Commission was not specific enough in suggesting what kind of changes in governance or fiscal
structures were needed to bring about reform. It
recommended that current structures and bodies
should simply do better what they were already
charged with doing.

Barger, J., Barger, R., & Rearden, J. (1985). The
academic quality of teacher certification graduates. Eastern Education Journal, 18(1), 9-12;
also available from ERIC, ED 268 093.
Carnegie Task Force on Teaching as a Profession.
(1986). A nation prepared: Teachers for the
21st century. Hyattsville, Maryland: Carnegie
Forum on Education and the Economy.
Credibility gap in school. (1983, May 2). The New
York Times, section 1, p. 18.
Holmes Group. (1986). Tomorrow's teachers: A
report of the Holmes Group. Inc.
Illich, I. (1970). Deschooling society. New York:
Harper & Row, Publishers, Inc.
Johnson. S. (1985, April 14). The fourth 'r' is for
reform. The New York Times, section 12,
pp. 17-18.
Kelly, J. (1985). The curricular impact of "computers
in education." Irish Educational Studies, §(1 ),
156-168.
National Commission on Excellence in Education.
(1983). A nation at risk: The imperative for
educational reform. Washington, D.C.: U.S.
Government Printing Office.

CONCLUSION
A Nation at Risk is essentially a conservative
document. None of its major recommendations
called for radical change. What it did call for was
simply more time spent on the basics, more time
in school, tougher (but not essentially different)
academic standards, more years of teacher preparation, and more money.
To paraphrase the New York youth quoted earlier in this paper: if present school strategy and
tactics are ineffective, simply recommending more
of the same is likely to make things worse, not better. Yet, neither A Nation at Risk nor the plethora
of reports which have followed in its wake have
proposed anything truly innovative in the way of
educational curriculum or instructional methodology. They have only recommended measures
which would reinforce the status quo.
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F. D. Kreamelmeyer is in his
third year as Assistant Professor in the Department of
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School Education at Eastern Illinois University. Dr. Kreamelmeyer taught at the elementary level for seven years in
Phoenix. He attended Arizona
State University and Ball State
University in the U.S.A. and
Madeley College of Education
and Middlesex Polytechnic in
England.

Beverly Ochs is the Coordinator of Eastern Illinois University's Beginning Teacher
Induction Program. She is currently in her third year of providing assistance and support
to beginning teachers and
supervising student teachers.

Perhaps the most important question that every
teacher education program must answer is whether
or not graduates are ready for their first year of
teaching. Many veteran teachers look back to their
initial year and freely admit that they were not prepared adequately.
It seems almost too much to expect an individual to be ready for an inner city teaching position
if he or she has never experienced such a setting.
Can an English major do a sufficient job of teaching
science? Will a rookie teacher handle a sixth grade
assignment properly when he or she has never
worked with students above grade two?

Jerry Ligon, Assistant Professor in the Department of
Secondary Education and
Foundations at Eastern Illinois
University, is active in several
national, regional, and state
organizations. His research interests include problems of beginning teachers, instructional
design, and curriculum.

Articles concerning the plight of first year
teachers are numerous. Such literature can be either
alarming or comforting, but formalized induction
programs can actually get right to the problems at
hand. Programs designed to assist beginning
teachers are quite common in some parts of the
country, required in some areas, and almost unheard of in others. This article will report efforts
being made to assist beginning teachers by individual states, districts in one state (Illinois), and a
specific program at Eastern Illinois University.
During the summer of 1986, the Illinois State
Board of Education awarded a contract to the Eastern Illinois University Center for Educational
Studies for the conduct of a nationwide study assessing the status of beginning teacher induction programs. The study was authorized in response to a
mandate from the Illinois Education Reform Act of
1985. The Project Director was Ronald Leathers,
Assistant Dean in the College of Education and
Director of the Center for Educational Studies. A
faculty research team at EIU, headed by Dr. Robert
Barger, Professor of Educational Foundations, surveyed all fifty states plus the District of Columbia
to assess the status of statewide teacher induction
programs.
The team from EIU also surveyed each of the
994 school districts in the state of Illinois to determine what, if anything, was being done to assist
beginning teachers and those results will be discussed later in this report.
7

National Survey
To assess induction programs around the country properly, it did not appear feasible to receive
any less than a 100% response rate from the survey.
Therefore, the decision was to conduct the survey
by telephone. The research team divided the states
and called the various state offices of education. All
calls were completed over approximately a oneweek period during the summer of 1986. Each caller
had a structured questionnaire to insure consistency. The instrument had been piloted and refined
prior to the telephone survey.

States in the implementation or pilot stages:
Arizona, Florida, Georgia, Kansas, Kentucky, Maine,
Missouri, Mississippi, North Carolina, Oklahoma,
Pennsylvania, South Carolina, South Dakota, .Virginia, Washington, Wisconsin, as well as Washington, D.C.

States with programs in study/planning
development stages:
Alabama, California, Connecticut, Indiana, Illinois,
Louisiana, Maryland, Nebraska, New Mexico, New
York, Ohio, Oregon, Tennessee, Utah

States with no programs and no current planning:
Alaska, Arkansas, Colorado, Delaware, Hawaii,
Idaho, Iowa, Massachusetts, Michigan, Minnesota,
Montana, Nevada, North Dakota, New Hampshire,
New Jersey, Rhode Island, Texas, Vermont, West
Virginia, Wyoming

Findings
Most interviews with the fifty states, plus the
District of Columbia, went very smoothly, with considerable range in the length of conversations. In
some cases it was necessary to describe what an
induction program actually was, that is, a formalized
assistance program to help individuals during their
initial year of teaching.
Florida has the oldest program, started in 1980.
Oklahoma and South Carolina established programs in 1982. Several other states followed in 1984
and 1985, with three states beginning programs in
1986. Seventeen states have induction programs in
the pilot or implementation stages; fourteen states
have programs in the study, planning, and development stages; and twenty states have no programs
or current plans for such programs.
The respondents were asked to choose what
the major emphasis of their program was - assessment, remediation, or support. Assessment was defined as providing evaluation while remediation
provides corrective measures, and support offers

8

general assistance. In other words, remediation is
after the fact while support occurs prior to problems.
Fourteen out of seventeen states indicated that
their programs were linked to certification or licensing. Another state will join this list in 1988.
The most common time limit for induction programs is one to two years. Two states report a three
year limit. Only three states have no time restriction
currently.
Topic areas covered by the various programs
were condensed into five categories. All seventeen
states reported that their programs included both
discipline and instructional planning. Most states
also gave consideration to student relationships
and professional relationships, but only six states
reported that they provided programs on stress
management.
With regard to the type of staffing for the state
programs, responses ranged from administrators,
to helping teachers or "mentors," to college and
university staff members. All but the state of Maine
reported that a combination of individuals was used
to staff programs. All states except Oklahoma indicated that some sort of special training was required
for the program staff.
All but four states indicated that they used some
form of evaluation instrument or process for their
programs. Ten of the seventeen states reported that
the instrument was originated in their state while
three states used an evaluation process developed
by an independent agency.
Finally, each state was asked to report the approximate number of beginning teachers, the total
annual budget, and the estimated cost per beginning teacher. In some cases the information _was
exact but in other cases the data was an approximation o'nly. Because of the dissimilarity of state demographics and the fact that some reported figures for
cost per beginning teacher do not always appear
consistent, the information in this portion of the
study must be considered "soft" and therefore not
necessarily meaningful. Numbers of beginning
teachers ranged from approximately 50 in Maine
to 7,646 in Florida. The District of Columbia reported
a total budget of one and a half million dollars for
only 100 beginning teachers, spending five
thousand dollars per beginning teacher. On the
other hand, Georgia had a budget of one million
dollars for 3,500 beginning teachers, and reported
spending only one hundred dollars per beginning
teacher.
These figures show that state budgets vary
widely. Furthermore, Missouri and Pennsylvania
have operating programs but are without state
appropriated funds. Wisconsin has a budget of
three million dollars.

Table 1
Characteristics of State Programs
STATE

·-·-- - ---

STATUS l
YEAR ESTAB'D

MAJOR
LINKED
COMPLETION
EMPHASIS ___ TO CERTJE, ________ TIME

ARIZONA

JMPLMNTD 85

COMBINED

NO

D. C.

IMPLMNTD 85

COMBINED

FLORIDA

IMPLMNTD 80

GEORGIA

--------------TOPIC AREAS INCLUDED-----------------DISC!INSTRCTNL- STUDENT
PROFS'NL
STRESS
PLANNING
PLINE
RELATNSH~ATNSHPS
MNGMT,

NONE

YES

YES

YES

NO

NO

YES

YR

YES

YES

NO

NO

NO

SUPPORT

YES

1 YR

YES

YES

YES

NO

NO

IMPLMNTD 86

SUPPORT

YES

3

YR

YES

YES

YES

YES

NO

KANSAS

PILOTED

REMEDIATION

YES

YR

YES

YES

UNSURE

YES

NO

KENTUCKY

IMPLMNTD 85

COMBINED

YES

2 YR

YES

YES

YES

YES

YES

85

MAINE

PILOTED

84

COMBINED

YES

2 YR

YES

YES

YES

YES

UNSURE

MISSOURI

JMPLMNTD 85

COMBINED

IN '88

NONE

YES

YES

YES

YES

NO

MISSISSIPPI

IMPLMNTD 86

ASSESSMENT

YES

3 YR

YES

YES

YES

YES

YES

N. CAROLINA

IMPLMNTD 85

SUPPORT

YES

VARIES

YES

YES

NO

NO

NO

OKLAHOMA

IMPLMNTD 82

SUPPORT

YES

2 YR

YES

YES

YES

YES

LINS

PENNSYLVANIA

PILOTED

SUPPORT

YES

NONE

YES

YES

YES

YES

YES

s.

CAROLINA

IMPLMNTD 82

ASSESSMENT

YES

2 YR

YES

YES

YES

NO

NO

s.

DAKOTA

IMPLMNTD 86

COMBINED

YES

YR

YES

YES

YES

YES

YES

2 YR

YES

YES

YES

NO

NO

YR

YES

YES

YES

YES

YES

2 YR

YES

YES

YES

YES

YES

85

VIRGINIA

IMPLMNTD 85

COMBINED

YES

WASHINGTON

PILOTED

85

SUPPORT

NO

WISCONSIN

PILOTED

84

SUPPORT

YES

Table 2
Staffing and Costs of State Programs
STATE

-------------TYPE OF STAFFING-----------ST- DIST PR!- OTHER DEPT HELP- COLL/
AT!; SUPT NCIP ADM!t,! CHR
TCHR UNIV

SPECIAL
STAFF
TRAlt,!INg

NUMBER
TYPE
EVALOF BEG.
UA.Illlli__"[~S_

COST
TOTAL
/BEG.
PROG.
J _CJ:j_R.___IM!!&..1

[II • ESTIMATEDJ

ARIZONA

X

D.C.

X

X

X

X

FLORIDA
GEORGIA

X

KANSAS

X

X

KENTUCKY

X

X

X

YES

NONE

N/A

N/A

440,000

X

X

YES

INDEP

100

5,000

1,500,000

X

X

X

X

YES

STATE

7,646

32711

2,500,000

X

X

X

X

YES

STATE

3,500

100

1,000,000

X

X

X

YES

STATE

1,018

23711

X

X

X

YES

STATE

802

YES

INDEP

MAINE
MISSOURI

X

X
X

X

X

X

X

X

X

YES

NONE

1,400

241,000
1,250,000

N/A

NIA

1,893

N/,A

0

5011

MISSISSIPPI

X

X

X

YES

STATE

N/A

NIA

300,000

N. CAROLINA

X

X

X

YES

STATE

1,50011

100

150,000

X

X

NO

NONE

190011

53211

X

YES

INDEP

7,50011

3,00011

YES

STATE

1,735

130

385,000

YES

NONE

N/A

NIA

100,000

YES

STATE

933

1,28611

1,200,000

YES

STATE

1,000

1,600

1,500,000

YES

STATE

1,000

2,000

3,000,000

OKLAHOMA

X

PENNSYLVANIA

s.

CAROLINA

s.

DAKOTA

X

X

X

X
X

X

X

WASHINGTON

X

X
X

X

VIRGINIA

WISCONSIN

X

X

X

X

X

X

X

1,010,941
0
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Survey of Illinois School Districts
Teacher induction is clearly a major concern of
many states. Not all states, however, have induction
programs. What happens to beginning teachers in
those states? How many districts have induction
programs of their own? To find answers to questions such as these in Illinois, a questionnaire was
constructed and field tested with a group of selected
school district superintendents. The questionnaire
was designed to determine a) demographic characteristics of responding districts, b) whether there
was a program in place for introducing beginning
teachers to policies, guidelines, and/or expectations
of the district, c) whether the district provided information on teaching strategies/instructional processes for beginning teachers, and d) whether the district had a formal program tailored to help the beginning teacher. On the basis of these superintendents'
suggestions the questionnaire was revised and
mailed to the 994 regular operating districts in Illinois. Usable returns were received from 598 districts, a return rate of 60 percent.
To the question, "Does the district have a formal
program to assist beginning teachers?" 22 per cent
(N = 134) of the respondents indicated "yes". To
eliminate traditional beginning-of-the-year orientation sessions and in-service intended for all faculty,
a criterion was established. In order for a program
to be considered a formal, structured beginning
teacher induction program, "yes" responses had to
be recorded for all three of the following questionnaire items:

Table 4
Type of District Having an
Initial Vear of Teaching Program
Number
Districts
13
8
4

Elementary
Secondary
Unit

Percent
of Total
52
32
16

Table 5
Enrollment of Districts Having an
Initial Vear of Teaching Program
Enrollment

Number
Districts
4
1

Less Than 250
250 - 499
500 - 999
1000 - 2999
3000 - 5999
6000 - 11999

5
12
1
2

Percent
of Total
16
4
20
48
4
8

*

Does the district have a formal program to
assist beginning teachers?

Table 6

*

Are beginning teachers formally given
information on procedures, guidelines and/or
expectations of the school district?

Number of Beginning Teachers in Districts
With Program vs. Sample

*

Are beginning teachers formally given
information about teaching strategies/
instructional process (with beginning teachers
only?)?

With this criterion applied, the positive responses dropped to 4 per cent (N = 25). What type
of districts had induction programs in Illinois? In
short, suburban elementary districts, with enrollments of 1000 to 3000 (See Tables 3-6). A follow-up
of these 25 districts showed their mean number of
beginning teachers to be 5.4.
Table 3

Number
0
1
2
3-4
5 - 10
11 - 30
More
than 30
No response

Districts
Percent Districts Percent
W/Program
Sample
1
4
136
23
3
12
139
24
2
8
74
13
7
28
107
18
5
20
70
12
3
12
44
8
2
2

8
8

14
14

2
2

Urban/Suburban/Rural Distribution of Districts
Having Formal Initial Year of Teaching Programs

Urban
Suburban
Rural
10

Number
Districts

Percent
of Total

1

4
68
28

17
7

From lists of problems beginning teachers tend
to have (Fox & Singletary, 1986; Veenman, 1984),
the researchers developed five categories and districts were asked which of the topics were included
in their initial year of teaching programs (see Table
7).

Table 7
Topics Included in Initial
Year of Teaching Programs
Topic
Discipline
Instructional Planning
Student Relationships
Professional Relationships
Stress Management

Number
Districts
22
25
25
17
10

Percent
88
100
100
68
40

When asked who provides the instruction, nine
districts indicated the principal and nine indicated
a "combination" of principal, other administrator,
and/or assigned "helping" teacher. Basically, no
one was additionally compensated for either providing or receiving the information (22 and 23 of
the cases, respectively). In most of the cases, neither
the provider of the information nor the beginning
teacher evaluated the effectiveness of the information in any formal way. Most of the districts (17)
indicated the major emphasis of their programs was
on support as opposed to remediation or assessment.
It is interesting to note that even though only
four percent of the responding districts had programs in place according to the study's established
criterion, 63% of the total respondents (594) indicated that induction programs for beginning
teachers are the local district's responsibility. When
asked who should have responsibility for a formal
program, 12% responded that it should be a college/
university, 63% said the local district, 2% said the
state, 11% said "other" (which was usually specified
to indicate a combination of the previously offered
choices- most often a combination of a college/university and the local district), 4% said such a program was unnecessary, and 7% failed to respond.
The obvious conclusion of the Eastern Illinois
University study is that there are very few initial
year of teaching programs in Illinois, if such programs are taken to include not only orientation of
beginning teachers to district policies and practices,
but also provision of information about instructional strategies and the instructional process in a
manner especially accommodated to beginning
teachers (i.e., apart from in-service programs intended for all teachers). Only 4% of the responding
districts had such programs in place as of the Fall,
1986.

Eastern Illinois University's
Beginning Teacher Induction Program
As a support system for Eastern Illinois University graduates, the College of Education is offering
assistance and support to any Eastern graduate who
is employed as a first or second year teacher in
Illinois schools.
Two types of assistance and support are available for beginning teachers: individual and group
assistance. Individual assistance is available in
which a university faculty member is assigned to a
beginning teacher to provide professional consultation and services to the beginning teacher and his/
her supervisor in planning a program of support.
Group assistance is available for beginning teachers
through Beginning Teacher Seminars which are
scheduled during the school year on Eastern's campus. The seminars provide new teachers with the
opportunity to discuss concerns during their first
or second year classroom assignments and to interact with professional consultants on various topics
of concern and benefit for new teachers. Beginning
teacher seminars have also been helpful in identifying beginning teachers for individual assistance
through the program.
The Beginning Teacher Gazette is published
twice a year for beginning teachers throughout the
state. The types of articles included in the newsletters are : information concerning the Beginning
Teacher Induction Program, reports from the attended seminars, opinions from professional
educators, feelings, helpful teaching hints, parent
teacher conferences, computer information, media
information, etc.
Contacts are made each year with fifty-seven
regional superintendents, eighteen educational service centers, 997 district superintendents, and approximately 400 Eastern graduates/beginning
teachers in the State of Illinois.
In the two and one-half years the program has
been in existence, fifteen beginning teachers have
received concentrated individual assistance from
university faculty. Seventeen group seminars have
been conducted in central locations in the state and
on the university campus where a total of approximately-350 beginning teachers have attended.
The College of Education believes that this type
of program will not only help prevent failure among
beginning teachers, but will serve to elevate the
ultimate levels of skill and competence they will
achieve as experienced teachers in the future.

REFERENCES
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about supportive induction. Journal of
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Substitute Teachers: The
Professional Contradiction
William C. Shreeve, Judy Nicely-Leach,
Muriel Rogie Radebaugh, Correen M. Morrill,
Sheerie Slatton

William C. Shreeve, Judy Nicely-Leach, Muriel Rogie Radebaugh, and Correen M. Morrill are professors of Education at
Eastern Washington University. Sheerie Slatton is Special Education Teacher for Orient School District, Washington.

Every school district, regardless of its size, employs substitute teachers during the school year.
Students are taught by substitutes for an average
of seven to ten days per school year (Kraft, 1980;
Drake, 1981 ). Five to six percent of the students'
instructional time is spent with substitutes. It is easy
to see, then, that substitute teachers are an important part of the educational team and should be
valued as such. But are they? How do substitute
teachers see themselves? How do full -time teachers
regard their substitute counterparts? What about
student reactions?
To explore these questions, the Council for Educational Issues from the Department of Education
at Eastern Washington University recently conducted an informal survey among substitute and
full-time teachers attending classes at Eastern. The
purpose was to compare their perceptions of themselves with their perceptions of each other as professionals. Their responses painted a surprising picture of contradictions.

Substitute Teachers Respond
When asked about their professional image,
about half of the substitute teachers responded that
they saw themselves as professional educators. The
other 50% described themselves as fill-ins, strangers, outsiders, entertainers, and a necessary evil.
Substitute teachers were more unanimous in
their responses regarding student reactions. Over
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70% believed that students treated them as someone "to take advantage of". Some thought students
viewed substitute teachers as babysitters, policemen, or even as someone "less than human".
While a few of those interviewed believed that
full-time teachers regarded substitutes as professional colleagues, over 75% shared less positive
opinions. Many felt that other teachers considered
substitutes less capable, unable to get a regular
position, or as having an easy job with less responsibility. At least two of the substitutes said they had
been greeted by other staff members with, "And
who are you today?" "That makes me feel like a
nobody," they added.
Substitute teachers saw administrators as indifferent to them. As long as they showed up in time,
substitutes felt they were treated as temporary help,
fill-ins, or persons to be ignored altogether. One
substitute believed administrators just wanted
"someone in the classroom", but did not care who.
A summary of the survey's responses by substitute teachers reflects a strongly negative attitude.
Half of those interviewed expressed a poor selfimage. Three-quarters of the substitutes felt others
thought poorly of them as well.

Full-Time Teachers Answer
When the same questionnaire was completed
by full-time teachers, a different picture emerged.
The majority of full-time educators regarded substi-

tute teachers as capable, qualified, professional,
and successful at completing a particularly difficult
job. These same teachers believed that substitutes
held similar opinions of themselves. Full-time staff
asserted thc!t more administrato.rs appreciated substitute teachers and tried to make them feel welcome. Concerning student reactions to substitute
teachers, both teacher groups agreed that students
treat substitute teachers with less respect than their
full-time counterparts.

What is the Problem?
The obvious conflict between the responses of
these two groups of professionals leads to several
questions. What is there about substitute teaching
that leads to feelings of inadequacy and isolation?
How can these problems be alleviated? What can
substitutes do to improve their self perceptions?
How can full-time teachers and administrators help?
The job of substitute teaching comes with certain built-in difficulties. After the district secretary
calls with the school address and daily assignment,
the substitute teacher must get to the right room
in the right building at the right time. Routine procedural matters such as lunch count, attendance
and daily bulletins help to complicate the process.
Usually called on short notice, substitutes have
little time to prepare for instruction and must rely
heavily on the lesson plans left by the full-time
teacher. These vary from a page number without a
book title to detailed scripts with individual student
objectives. In either case, the substitute teacher's
own bag of tricks may be a reasonable alternative.
The title of substitute teacher describes another
• problem area: personal identity. A substitute is
never quite as good as the real thing, whether we
are talking about sugar, salt, or teachers. No one
likes to be thought of as a substitute anything, not
even a professional substitute. Although changing
such a commonly used word as "sub" will be difficult, the term " interim" teacher is a much more
descriptive title and it does not carry any of the
stigma associated with substitutions.
Feelings of isolation surfaced as a consistent
problem on the Council's questionnaire. Unless a
substitute can return to the same school regularly,
he or she is unlikely to have many friends in the
workplace. Many substitutes prefer to lunch in their
classrooms rather than face the lunch crowd in the
teachers' room.
What about evaluation? How do substitute
teachers get an administrator to see their best work?
These teachers are often called upon to teach out
of their area of preparation. Just imagine being
called upon to demonstrate two methods of attaching a shirt collar if your academic major was life
sciences. The demands of substitute teaching call
for great flexibility and a strong sense of self, but
the conditions of substitute teaching reinforce
neither of these qualities.

Making the Job More Rewarding
Full-time teachers, administrators, and substitute teachers, themselves, can all contribute to solving the problems inherent in substitute teaching.
Some of the following suggestions come directly
from those teachers who participated in the Council
for Educational Issues survey and others from the
personal experiences of the authors. Perhaps these
ideas will spawn still more suggestions among our
readers.
A substitute teacher's guide would help new
substitutes cope with the routine procedural matters of any school more effeciently. This guide might
include maps of both the school district and each
building, with the teachers' room and bathrooms
circled in red. Bell schedules, class schedules, class
lists, sample attendance and lunch count slips (with
directions) should be enclosed. Be creative. How
about an attractive name tag and an invitation to
lunch in the teachers room? Substitute teachers'
guides have great potential for assisting substitute
teachers to adjust to unfamiliar surroundings. They
will only be useful if there is time to read them,
however.
A recurring suggestion for substitute teachers
from the survey participants was early arrival. Preparation time seemed to be very important for successful substitute teaching. A brief school orientation, given by the principal, or appropriate designee,
over coffee and roll, would provide substitute
teachers with both an encouraging welcome and
time to review the substitute teachers' guide.
A district orientation held early each year and
specifically designed for part-time teachers would
be an excellent opportunity for this special support
staff and administrators to meet each other. District
policies pertaining to part-time certificated staff
could be reviewed and questions answered. Evaluation procedures should be discussed and substitute teachers should be given an opportunity to ask
questions of building principals.
Substitute teachers "should be" encouraged to
share their experiences and create a body of successful curriculum ideas. Following previously prepared lesson plans must still be first priority, but
the substitutes should be encouraged to use their
own collections of short lesson ideas in case their
skills will not allow them to follow the plan or the
plan is so sketchy as to be undecipherable. These
short, self-contained lessons might provide principals an opportunity to see substitutes at their very
best and provide substitute teachers a way in which
to prepare for evaluation .
Walking Tall
The lion's share of responsibility for improving
any substitute teacher's self-image must fall on the
substitute, specifically. To begin, full-time teachers
suggest assuming an air of confidence, even if it
feels somewhat awkward. By practicing a confident,
assured attitude, substitutes are more likely to assimilate these qualities.
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Positive self-talk is a powerful tool for substitute
teachers. The majority of our self-talk is negative,
reinforcing a poor self-image and low self-esteem.
This is a serious problem for substitute teachers,
but fortunately solutions are available. Writing a list
of ten positive self-statements and reading them
aloud is a simple but effective way to begin turning
low self-esteem into personal power. Positive selftalk will not dispel anxiety, but it will provide an
effective tool for coping.
Socializing on an equal basis with the other
teachers in the building will help relieve those feelings of isolation and give full-time staff a chance to
appreciate the substitute teacher's experiences.
"Who are you today?" may simply be a conversation opener: the substitute should try to avoid unnecessary defensiveness.
Research regarding the effects of teacher expectation on student achievement is as applicable to
substitute teachers as it is to full-time teachers.
What we expect is usually what we get, regardless
of the time frame. Expecting quality work and
exemplary behavior is appropriate professional

behavior for any teacher.
Successful substitute teachers also suggest redefining the idea of success and emphasizing short
term goals. Just establishing rapport quickly can
be a gratifying accomplishment. Part-time teachers
can also offer a fresh approach to old material. One
participant had a specialty lesson about place value
which she enjoyed sharing. Substitutes should not
be afraid to do their best. Sometimes a full-time
teacher can be threatened by an inspirational substitute, but good teachers always appreciate and
learn from each other. Writing a detailed summary
of the day is particularly helpful for seeing exactly
what has been accomplished, both for the substitute
teacher and the returning teacher.
District orientations should stress the idea that
substitute teachers provide a very specific service
to the district, the learning process, and the students. This role should not be seen as some substandard fill-in, but as emergency personnel covering, on short notice, the full responsibilities of the
classroom.

I
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Substitute teachers are essential in today's system of education. Their importance is seen each
year by the thousands of public school administrators across the United States who call upon them
with great frequency to replace the regular teacher
during periods of absence. During an era in which
increased emphasis is placed on the quality of
teaching, it seems rather surprising that so little
attention is given to the substitute teacher's role in
the instructional process.
This becomes even more astonishing when we
consider the fact that as early as 1980 Kraft estimated that there was more than a quarter of a million people serving as substitutes. It is apparent
that teachers in increasing numbers are now taking
full advantage of the number of allowable days
granted under leave policies. Consequently, the
substitute program must be viewed as an important
dimension to the maintenance of a satisfactory level
of instruction.
The Substitute Teachers' Dilemma
As substitutes are assigned the responsibility
of replacing regular teachers during periods of
absence, they do so at best under difficult circumstances. Consider for a moment the fate of typical
substitutes. They have:

1. no regular appointment
2. no prior notification of teaching assignment
3. preparation at a moment's notice
In many cases, they do not know the night before that they will be called for service the next
morning. They are expected to conduct classes at
any or all grades. They are expected to offer instruc-

tion without any advance knowledge of the students whom they will face, all too often experiencing hostility and disrespect in the process.
In spite of these adverse conditions, substitutes
generally are expected to be effective teachers and
disciplinarians in the classroom. They are expected
to be relatively familiar with the assignment, to use
time efficiently and effectively, to establish control
over the class, and to provide an appropriate classroom climate with meaningful instruction. High expectations are set for substitutes yet little or no formal assistance is given which enables them to reach
those expectations. Given these conditions, how
can substitutes be expected to perform their jobs
when so little support is provided? They are asked
to perform a very difficult task with less than
adequate help or support. This has led Booth (1981)
to conclude that the substitute teacher is one of the
weakest members of the education team. In fact
many substitutes view themselves as the most
abused group in the profession. Undoubtedly, this
makes a substitute teacher's role more difficult than
that of a regular teacher. This problem led Porwoll
(1977) to describe the job of the substitute as the
most maligned in the field of education.
Drake (1981) described substitutes as the "spare
tire" of American education, the kind of resource
we use to patch things up in an emergency but then
quickly put away as soon as the regular teacher
returns (p. 74). Perhaps this is why substitutes feel
that they occupy such a low status in the school.
They often feel like the forgotten men and women
of the teaching profession. The American Federation of Teachers has described the substitute
teacher as the migrant worker of the education
industry.
To add to their frustrations, often substitutes
are called to report to duty only to find themselves
facing conflicting expectations from administrators
regarding the exact role they are expected to play.
Examples of these conflicts typically may be represented by questions such as: Should substitutes
be expected to be viable sources of information for
students, or should they merely be babysitters with
discipline as their top priority? Should they be expected to be bona fide members of the instructional
team, or should they be expected to be barely
adequate teachers who spend little or no time teaching? Obviously these conflicting expectations represent yet another source of anxiety and confusion
for substitutes. The uncertainty of the position, low
status in the school, discipline problems, lack of
useful lesson plans, rare feedback from principals
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and isolation from other teachers contribute to low
job satisfaction. While the uncertainty of the position cannot be alleviated, many of the others mentioned can be.

What Is The Role Of The Board of Education
Regarding the Substitute Teacher?
Any successful substitute program starts with
the local board of education. The board through its
superintendent must provide leadership for the
program. As a minimum the board must:
1. Provide adequate funds to attract and train
qualified substitutes.
2. Develop sound criteria to be used in the
selection process.
3. Institute on-the-job evaluations to determine
substitute teacher effectiveness.
4. Develop a grievance procedure to resolve
problems encountered by substitutes.
5. Design in-service training programs to assist
substitutes in improving performance.
6. Conduct periodic salary review to ensure
that salaries remain competitive.
If substitutes are expected to be familiar with
assignments to use time wisely, to establish control
over the class, and to provide a desirable classroom
atmosphere where learning can occur, then leadership from the board is a necessity.
Boards of education play a major role in building a strong substitute program. Since the board
represents the policy-making body for the system,
and since policies establish a sense of direction for
personnel in the system, the board should have in
place sound educational policies that focus on recruiting, selecting, inducting, and developing qualified substitutes. These policies should address
such items as the formulation of job descriptions,
evaluation procedures, staff development activities,
grievance procedures, and salary reviews. If boards
expect to attract quality personnel, then they must
be willing to pay to get them.
Boards must be advocates for the substitutes as
a positive force within the school system. Criteria
should be developed that emphasize rapport, willingness to work with students, adequate knowledge
of subject area, and congeniality. Careful screening
procedures should be used to insure that substitutes selected possess the desired traits and skills
needed for success in the classroom. Orientation
and in-service experiences should be provided that
emphasize the value of the substitute's role as well
as teaching standards, management techniques,
and professional ethics. Once selected, substitutes
should be made to feel that they are a part of the
system so that they will value their intermittent
assignments.
Systematic evaluation procedures are essential
if the overall quality of the substitute program is to
be improved. If and when deficiencies are identified,
the board should make every effort to ensure that
assistance is provided in removing the deficiencies .
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If however, it becomes evident that the person is
either unwilling or incapable of making the needed
improvement, then the board has to be willing to
remove the person from the substitute pool. By no
means should ineffective substitutes be allowed to
misuse the time of students; they should be continued on the basis of demonstrated aptitude for
the position.

What Is The Role Of The Principal Regarding
The Substitute Program?
Without exception the principal is the instructional leader of the school. Consequently, the principal is responsible for the total educational program in the school. Is it reasonable to expect the
principal to ensure that a meaningful program of
instruction be provided for all students within the
school's jurisdiction? The answer to this question
is an unqualified "yes." The principal must provide
continuity in the instructional program, even when
regular teachers are absent. This can be accomplished in part by evaluating and monitoring the
substitute program and providing to the fullest extent possible, qualified replacements when regular
teachers are away from the classroom.
When substitutes are called to report for duty,
the principal should make it a point to greet them,
and present them with keys and other necessary
materials. Typically, such items as handbooks, time
schedules, location of materials, emergency procedures, maps, and sample forms used by the
school should be discussed with them. Tours of the
building may prove to be very beneficial. When possible, substitutes should be asked to attend faculty
meetings, orientation workshops, and regular inservice activities so that they can become familiar
with the school's philosophy, goals, curriculum, and
routine.
The principal must provide on the job supervision and assistance if the job of substitute is to
be meaningful, pleasant, and rewarding. Every effort must be made to visit the substitute's room
periodically during the day, During these visits full
support of the substitute must be conveyed . Systematic performance evaluation and observational
results should be discussed with the substitute.
Constructive criticism also should be discussed with
the substitute as the need arises. The principal
should convey job expectations to the substitute
before work begins so that there is agreement and
understanding of the conditions of employment.
What Is The Role Of The Teacher Regarding
The Substitute Program?
No person is in a better position to provide the
immediate support necessary for the substitute
than the teacher who is being replaced. This can
best be achieved by ensuring that seating charts,
lesson plans, textbooks, time schedules, keys,
supplies, passes, notes of special problems, absence
slips, lunch cards, and any other materials that may

be helpful to substitutes are made available. When
possible, the regular teacher and the substitute
should meet to discuss problems and exchange
ideas.
The regular teacher also must prepare students
for absences. This may be accomplished by speaking to students about potential for learning from
more than one person. Students must understand
that they are not being disloyal to the regular
teacher by being obedient to the substitute. The
substitute teacher should be referred to as teacher
for the day and not just a warm body who shows
up to babysit. This type of support and consideration may greatly enhance the success of the substitute.

What Is The Role Of The Substitute?
Assuming that the board, the principal, and
the teacher perform their roles, what then should
be the role of the substitute? The duties of the substitute in actuality should be no different from those
of the regular teacher. The only limitation of duties
may be those specified by either the board, the
teacher, or the principal.
According to MacVittie (1961):
1. A substitute teacher should be acquainted
with the principles of child development.
2. The job of a substitute requires alertness
and resou rcefulness.
3. The substitute teacher should be flexible,
assertive, good humored, resourceful, alert,
poised, self confident, and neatly groomed.
4. A substitute teacher should keep informed
about educational trends.
5. A substitute teacher should be willing to be
helped and have a desire to serve well.
6. If no in-service is provided, it should be the
responsibility of the substitute to ask for
help which will increase effectiveness on the
job.
7. A substitute should desire, and be encouraged, to visit regular classrooms for observation purposes. This procedure provides
opportunities to become acquainted with
teaching techniques, classroom routines,
and school curricula. (p. 77)
Collins (1981), a veteran substitute himself,
viewed the role as that of a professional who prevents learning from stopping during the teacher's
absence. This statement may sound overly simplistic but substitutes should strive for excellence in
their role by learning all that they can about the
school curriculum, rules, regulations, and guidelines.

Summary
Personnel absence can no longer be viewed as
an unusual occurrence primarily because increasing numbers of teachers are now taking full advantage ofthe number of allowable days granted under
leave plans. Providing quality replacements for absent teachers is a task that can no longer be mildly
treated. If continuity in the instructional programs
is to be maintained, qualified and well-trained substitutes are a must. Taxpayers today are demanding
accountability for spending their tax dollars, and as
a result of their spending, expect their youngsters
to be provided with quality instruction. Substitute
teachers play a vital role in this process.
If substitutes are to be effective, they must be
made to feel that they are an integral part of the
instructional team . They must be nurtured and
given the attention they deserve. They can no longer
be viewed as babysitters or necessary evils in our
schools but rather as viable and important members
of the system's team .
Instead of being referred to as substitute
teachers maybe they shou Id be referred to as" guest
teachers, reserve teachers, or even resource
teachers." A mere change in name, however, will
not solve the problems. It will only be through the
collective efforts of school boards, administrators,
teachers, and substitutes themselves that substitute
programs can become a truly viable and contributing force in education today. Until this occurs, taxpayers' dollars will continue to be wasted. Instructional time will be lost and the talents of both the
substitute teacher as well as students will be
wasted.
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The Percy L. Julian - EIU Partnership:
One Professor's Impressions
Ronald E. Gholson
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The partnership between Percy L. Julian High
School (Julian) in Chicago and Eastern Illinois University made possible one of the finest classroom
experiences I have enjoyed as a professor. The
course was Secondary Education 3330, Instructional Task in the Secondary School, with 25 students enrolled during the 1987 Summer Session.

The Class Members
Five of the students were young Julian faculty
members from Chicago. All held undergraduate degrees but outside the teacher certification program
and were classified as undeclared Graduate Degree
candidates seeking certification . They were all Black
women. Their teaching areas were: Mathematics,
Biology, Psychology, and Home Economics. Four
of the teachers had taught at Julian during the entire
1986-87 school year; the fifth one had taught only
the second semester of that year. Julian is a school
of some 2,500 students. Approximately 95% of the
students in grades 9-12 are Black. Some 70-75% of
the students in each graduating class matriculate
at institutions of higher education.
Four of the 25 students were from Chicago or
communities immediately-adjacent to the city. The
remaining 16 ("local students") were from towns
within a 60-mile radius of Charleston. One of that
number was a "guest" student, enrolled at Eastern
for only the summer session . These students represented a cross-section of secondary majors including Business Education, English, Foreign Language (Latin and Spanish), History, Biology, Special
Education, Physical Education, Psychology, Speech
Communication, Social Science, Health/Athletic
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Training, and Guidance and Counseling (graduate
students also seeking teacher certification). The
variety of academic majors was representative of
the typical secondary school curriculum. The exceptions were in the areas of the fine arts and vocational/technical education.

The Experiences "Julian and non-Julian" Shared
Educators at all grade levels and individuals
who teach in institutions of higher education must
surely interest themselves in assessing the depth,
breadth, and quality of experience which students
bring to the classroom. As summer enrollment
figures became firm and the students from Julian
appeared on the class roster, I definitely became
interested in the depth, breadth, and nature of the
contribution which they might make to the class
during the eight-week session. From the first to the
last class session, their collective contribution was
both stimulating and extremely enriching.
One often wonders about the credibility which
undergraduates attribute to professors. It was wonderful to have almost immediate reinforcement
from the "Julian Students" of major points which
were being made in class presentations. Their comments and interjections complemented and supported and frequently expanded t he major points
being made by the professor. There was no doubt
the students from Julian enhanced the credibility
of this professor!
A major contribution the "Julian students"
brought to the class related to improving perceptions of the Black urban school but, specifically,
Percy L. Julian High School. The 16 students who
came from small towns in the Charleston area were,
by the very nature of their birth, inexperienced and
often unfamiliar with racial and cultural factors associated with Chicago. Frequently, throughout the
summer, these students openly admitted their lack
of interracial and culturally diverse experiences.
Simultaneously, the "Julian students" acknowledged their limited experiences related to small,
rural communities. By the end of the summer, the
"local" as well as the "Julian" students had grown
sufficiently in their association that skin color and
cultural diversities were unimportant in the "personality of the class." There was consensus, it
seemed, that secondary school students are much
the same no matter where they may live or, for that
matter, the size of school they may attend, or the
color of skin with which they were born. In a general

sense, the issues with which secondary students
cope remain, surprisingly, similar, whether in Casey
or Chicago, Illinois! With the advantage of hindsight, it may well be that the "local students" gained
most in thi~ area of growth, understanding, and
appreciation.
A trait which perhaps all undergraduate education majors have in common is the perception of
their own ability to change or "remake" the classroom (perhaps the world) in some future teaching
position. Even though their experience in the classroom was limited to a year or less, the "Julian students" provided insight related to the "reality" of
the secondary school classroom. Often, throughout
the summer, they shared their own preconceived
notions relative to the teaching task and the reality
for which the university may not always sufficiently
prepare its students. In effect, the "Julian students"
related their personal satisfaction levels which were
often associated with seemingly "small successes,"
as opposed to the more "global concept of teacher
potential" frequently held by the pre-service individual.
As the "local students" acquired broader and
more culturally diverse perceptions because of the
"Julian students, " the students from Percy L. Julian
experienced heightened awareness of smaller, rural
communities and their educational programs.
Areas such as teacher-student rapport, community
expectations relative to teacher involvement in nonschool experiences, class size, curricular offerings,
and teacher-administrator relationships typical of
the smaller, down-state community provided the
"Julian students" an educational view their backgrounds had not previously provided.
The conclusions drawn in the above paragraph
are not to suggest that there were great differences
· and/or perceptual conflicts between the student
groups. Rather, by the end of the summer session,
both groups held much greater appreciation for the
varied backgrounds of experience brought to the
classroom. These perceptions were further enhanced by guest presenters from the Charleston
area as well as university-associated presenters, an
overnight trip to Chicago, and a visit to Percy L.
Julian High School.
The Trip
As the date for the Chicago trip grew closer,
student expectations seemed to soar. As for the
" Julian students," there was an air of eagerness
and expectancy. They were pleased and excited
about the prospect of having their peers and classmates visit their "professional home!" They were
proud! They knew their classmates would be surprised, and impressed, and pleased, and welcomed.
They knew, too, although nothing had ever been
said, that their classmates were a bit anxious at the
prospect of visiting a large Black urban school!
In planning the Chicago visit, I decided the "Julian students" should serve as central participants
in the on-site experience. The 15 "local students"

were pre-assigned to one of their "Julian classmates" for the visitation day.
Twenty of the 25 students enrolled in the class
elected to visit Julian. Those persons traveled to
Chicago on the late afternoon of July 30. Many students left the downtown hotel immediately after
check-in and "explored" in small groups on their
own. Others in the group were, at first, less adventuresome and only after dinner at a Greek restaurant
did they take taxis to enjoy the nightlife of the city.
Of the eight students who accompanied the professor to dinner, six ("local students") had not eaten
authentic Greek food. That, in and of itself, represents a small, perhaps very significant, aspect of
their "summer school 1987 education." Yet it is a
part of that cultural growth which the university
should foster. There is no doubt, for those few students, dinner out was a significant highlight of their
evening in the city.
Friday, July 31, was devoted to the Julian summer school program. Students were involved in observing classes throughout the school day. Lunch
was served in a private area for the university students and the visitation concluded with a special
video presentation which had been taped earlier by
Julian students.

Follow-Up Impressions
Following the Julian observation day, the class
was asked to provide written feedback related to
their experience by responding to several questions
which were read aloud in class. One question referred to the "highlight of the trip." Selected student
responses are provided below:

"Seeing Black students in a school setting.
Being from a small parochial school, I was not
that familiar with that particular minority."
"The highlight for me was seeing the school
and the community where it is based."
"Seeing a city school and its operation. The
pride of the Julian staff. Seeing the city at
night- the city life and environments and the
Greek restaurant."
"Working with the students and having some
direct input."
"The TV-radio studio."
"Seeing the TV studio and observing a teacher
at work."
" . .. the 'family' feeling was comforting in such
a large school! The attitude and cooperation
among staff was exciting ... the pride shown
by students was also encouraging."
"Administration and student pride."
In responding to another question, all students
who observed at Julian answered affirmatively
when asked if fall semester EIU general methods
classes should visit Julian High School.
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When asked where they should observe at some
future time, the class very consistently suggested
both urban and small rural schools. There was some
specific reference to specialized schools as well as
Special Education programs in secondary schools.
One student response seemed to capture the overall
feelings of the class: "Places which are different,
big city schools, small city schools, suburbs, rural,
and speciai schools. A variety of settings for a
broader experience."
Final Comments

In summarizing the visit to Percy L. Julian High
School, one student concluded : "It was a complete
and totally unique learning experience."
As I reflect upon the methods class from summer school 1987, the above statement seems most
descriptive of the class itself. The contribution
which the "Julian students" made was invaluable.
The visit to Julian during the closing days of summer school was an experience which, for many of
the students, was the highlight of their summer.
The "Julian students" gained insight and apprecia tion for very diverse schools as represented by the
"local students" who were their classmates.
The EIU-Percy L. Julian partnership has the
potential to provide both institutions with unique

learning laboratories where university students,
Julian students, and faculty from both schools may
share the uniqueness of their respective environments, traditions, and diverse resources. With creative and energetic support and leadership, the
partnership can produce numerous opportunities
for mutual growth. One of the "Julian students"
summarized her EIU experience in a personal note
to the professor, which read in part as follows :
" ... I gained some very valuable knowledge
and I will be a better teacher because of the
experience. Keep up the good work and let
me know if I can be of assistance in the future.
I hope to see you on your fall visit to Julian!"
There was a P.S. which read: "I'm sure I speak for
my Julian colleagues in the class when I say, 'Thank
you!'"
On both a professional and personal level, I was
very happy to say "thank you" to my methods class
at the end of summer school 1987. The "collective
personality" which they developed during the eightweek summer school was such that everyone involved grew and was better for the experience. I
shall remember the class! I shall remember those
unique students who became a closely-knit group
and personal friends!

Meeting Educational Needs Through A
··Partnership''
Allan Cook and Carol M. Helwig

Allan F. Cook is a doctoral
student in teacher education at
the University of Illinois and a
Coordinator of Student Teach ing for Eastern Illinois University. He recently earned his
M.S. in Education in Elementary Education at Eastern and
worked with the Reading Tutorial Program in the University's Reading Center.

Dr. Carol Helwig is Professor of Elementary Education at
Eastern Illinois University. She
is Director of the University
Reading Center and is active
with the Illinois state and local
reading councils. A strong professional interest has been the
development and coordination
of several projects for the nontraditional teacher education
programs at Eastern.

Introduction
During the 1986-87 year the "Partnership" between Eastern Illinois University and Percy L. Julian
High School (Julian) further cemented a relationship begun months before. Institutional partnerships between a university and a public high school

have the potential for a variety of exciting educational ventures. Each institution has resources and
expertise particular to it, which, when combined,
can produce benefits for teachers, students, curricula, and programs.
Early in 1987 members of the Reading Center
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at Eastern Illinois University visited Julian, a large
Chicago high school of approximately twenty-five
hundred students. At that time the combined representatives decided Julian staff could better assist
their studer:its in making career or educational
choices. To assist in that process, a study was undertaken to determine student attitudes toward
reading.

A Review of Related Literature
As educators are all aware a student's attitudes
toward reading are developed long before he or
she begins school. Unfortunately, many students
do not come from homes where reading is encouraged or nurtured. In fact, reading may never have
been modeled for these students when they were
younger. (Molde, 1987) When this is the case, the
responsibility for modeling a positive attitude toward reading lies with the teacher. "Certainly, how
students feel about reading is as important as
whether they are able to read." (Estes, 1971)
A factor which plays an important part in the
student's attitude toward reading is self-esteem. For
a student with low self-esteem the risk of failure
may interfere with the ability to learn to read. "Risk
avoiding is a common strategy for a 'learner' with
no confidence." (Gillet and Temple, 1982) Forming
an atmosphere of trust is imperative for teachers
in order to provide support to students who may
not have the courage to take risks. (Molde, 1987)
"Students' difficulties in basic academic skills are
directly related to their beliefs that they cannot read,
write, handle numbers or think accurately, rather
than to basic differences in capacity." (Purkey, 1970)
By presenting students with progressively more
. challenging and successful tasks, their self-esteem
and ultimately their attitudes toward the task at
hand are enhanced. Noam Chomsky summed it up
rather well when he said, "Reading is an intellectual
process, but at the same time we can never underestimate the importance of a positive attitude."
(Rude and Oehlkers, 1984)
Basic reading skills are introduced in the
elementary grades; however, the more complicated
skills required of the reader in the secondary school
are typically not introduced. The children then are
simply too immature to deal with them. This places
the responsibility on secondary school teachers,
both reading and content area teachers, to provide
appropriate reading instruction.
While the responsibility of the reading teacher
is to increase the reading skills of all students, the
function of the content area teacher is primarily to
teach the substance of a particular subject matter.
The learning of facts and concepts can be greatly
enhanced when the content area teacher takes into
consideration the specific reading skills required for
its understanding. (Dillner and Olson, 1977)
Dillner and Olson (1977) defined the roles of
teachers in physical sciences, social sciences,
humanities, and other content areas:

1. Diagnose each student's reading skills to
ascertain the specific content area materials
which can be read.
2. Ascertain which reading skills are needed in
the content area and which students need
instruction.
3. Provide instruction to students in relevant
reading skills at an appropriate level of
difficulty.
4. Provide learning routes that do not require
reading if materials at an appropriate level
of reading difficulty cannot be found.
If content area teachers feel a responsibility toward
teaching reading skills, then, in effect, all teachers
become teachers of reading.
One school which successfully developed a
school wide reading program began with the hiring
of a reading specialist who enlisted the assistance
of three English teachers. These teachers were
asked to integrate basic reading skills into their regular work in English. The teachers learned to teach
these basic skills by going with their students to
the reading laboratory for a six weeks course of
instruction. In addition to improvement of the students' reading skills, the plan served as an in-service
for English teachers. Their enthusiasm for the teaching of reading skills encouraged the remaining
members of the English departmentto request similar in-service experiences for themselves and their
classes. Eventually the other content area teachers
requested and received assistance for their students
and themselves. Over a five-year period every
member of the faculty received some in-service
training in the teaching of reading in his or her specific content area course. (Dillner and Olson, 1977)
A plan such as this may serve as a blueprint for
other schools considering the introduction of a
school wide reading program. "To instill in the student .. . a life long desire to read for fun and for
knowledge should be the ultimate goal of each
teacher and the educational system as a whole."
(Molde, 1987)
It is not enough to have a remedial lab program or even a developmental reading course
for secondary students - reading skills must
be emphasized continuously throughout the
entire curriculum. The primary focus .. . is
the development of an all-school reading
program - one which is aimed at all students
and utilized by all faculty. The intent, however, is not just to improve reading skills, but
to refine teaching strategies which also improve content area instruction and create an
appreciation of and interest in reading. (International Reading Association, 1975)
Survey Design
Some 730 Julian students were administered a
survey developed by staff at Eastern. The "Scale to
Measure Attitudes Toward Reading" was given in

21

four content area classes during March, 1987. The
survey was an adaptation from one designed by
Jerry Johns (1971 ). Students were asked to respond
to twenty statements concerning reading. Ten statements were considered positive statements, and ten
were considered negative. From the responses a
quantitative data base of the students' attitudes toward reading was established and overall attitudes
toward reading were assessed.

The Rating Scale
What are some of your ideas about reading?
1
Strongly disagree
2
Disagree
3
Undecided
4
Agree
5
Strongly agree
Surve}'. Items and Mean Reseonses

Number

1

Item
Reading is for learning but notforfun.

Mean
Response

2.4

2

There is nothing to be gained from reading
books.

1.4

3

Books are a bore.

2.2

4

Reading is a good way to spend spare time.

3.9

5

Most books are too long and dull.

3.0

6

There should be more time for free reading
during the school day.

2.5

7

There are many books which I hope to read .

3.8

8

Reading is something I can do without.

1.8

9

A book would make a good present.

3.6

10

Money spent on books is well spent.

3.6

11

Reading is an important part of my life.

3.9

12

Sometimes I must force myself to read .

3.5

13

Reading makes me feel good.

3.4

14

Books should only be read in class.

1.9

15

Reading is only for people who want good
grades.

1.7

16

Part of summer vacation should be set aside
for reading .

3.0

17

I only read because other people force me
to .

1.9

18

Learning to read was easy for me.

4.0

19

Most books aren't good enough to finish
reading .

3.0

20

Reading well will make me more successful
later in life.

4.5

Conclusions and Recommendations
In examining the results of the Percy L. Julian
survey, several rather obvious patterns are apparent. A general overview of the results would lead
one to conclude that the sample had a generally
positive attitude toward reading. Over 92% of them
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agreed or strongly agreed that "reading well will
make me more succesful later in life," and over 77%
agreed or strongly agreed that "reading is a good
way to spend spare time."
However, on item five, over 50% were either
undecided or in agreement with the statement that
"most books are too long and dull." Opinion on
items thirteen, sixteen, and nineteen was almost
evenly split.
Significant response was also found on item
twelve which states "sometimes I must force myself
to read." Agreement was indicated by 66.8% of the
students. A significant percentage (79%) of the students also agreed that "learning to read was easy
for me."
Student responses from this school indicate
that the faculty is doing a great many things right.
Students recognize the importance of reading and
reading well, but, unfortunately, they do not seem
to view books as friends, or reading as something
that could become a lifelong habit. A fundamental
literacy is apparent.
The primary objective we should pursue would
seem to be one of promoting good, enjoyable reading habits in students, while at the same time providing positive activities which would improve vocabulary, comprehension, and study skills.
There is a strong positive foundation toward
reading in existence at Julian. Through planning
and cooperation that solid foundation can be further
expanded .
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The left and right sides of the human brain appear to function differently and that difference
seems most observable in the way that information
is perceived and processed by the left and right
sides of the brain. This has been specifically observed in instances of persons with surgically split
brains as compared to those with intact brains.
Students with intact brains may still have a
hemispheric preference. That is, they may tend to
perceive and process information in different ways
due to a brain hemispheric preference of "left" or
"right." Studies of "right" and "left" students have
indicated that differences exist in the two groups
in the areas of quantitative reasoning, logical approaches to problem solving, and the ability to visualize information (Fadely and Hosler, 1979). The
terms right and left preference learners are used
rather than right or left brained learners to avoid
the implication that people learn with only one side
of their brain. In this respect, Levy (1983) suggested
that evidence strongly disputes the idea that students learn with only one side of the brain . Rather,
there are differences among people to the extent
that one hemisphere is more differentially aroused
than the other. Levy (1983) further suggested that
the child with a biased arousal of the left hemisphere may gain reading skills more easily through
a phonetic analytic method, while the child with a
biased arousal of the right hemisphere may learn
better by the sight method. The implication of this
statement seems most apparent; one approach to
the teaching of reading may not be in the best interest of all children. Levy (1983) cautioned, however, that the aim should be to insure that children
who learn best through phonics also develop skill

in sight reading and that children who learn best
through sight reading also develop phonetic skills.
Do children with a biased arousal of the right
hemisphere have more difficulty in school than children with a left biased arousal? There is some evidence that they do in the area of reading achievement. Roubinek and Bell (1986) found that left preference children achieved greater reading achievement scores than right preference children. This
was true for both reading comprehension and for
reading vocabulary even though the difference was
more pronounced in comprehension. Although left
preference children did have greater reading
achievement scores, the degree of brain dominance
was not significantly related to reading achievement for the left preference or the right preference
children.
Similar results were discovered in a study of
children identified as remedial readers. Van Geason
(1986) in a study of remedial reading students,
found that left preference students had greater
achievement scores in reading vocabulary than did
right preference students; however, there was no
significant difference in their reading comprehension scores. Female students who were right hemispheric dominant achieved significantly greater
reading scores in both vocabulary and comprehension than did the male students who were right
hemispheric dominant (Van Geason, 1986).
Roubinek and Bell (1986) found that left preference students scored significantly greater on
mathematics concepts than did right preference students and left preference students also had significantly greater scores in mathematics computation
than did students with a right preference. As in read-
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ing achievement, the degree of hemispheric preference was not related to mathematics achievement.
These findings are not consistent with some previous research. Jarsonbeck (1984) found that students
with a strong preference for both left and right are
mathematically at a disadvantage in comparison to
students with a less strong preference for either left
or right processing. A study by Taber (1986) found
that left preference students scored significantly
higher than right preference students in mathematical problem solving ability and that there was a
significant relationship between degree of left preference and problem solving ability. The stronger
the left preference, the greater the students
achieved on the mathematics problem solving test.
There was, however, no significant relationship between degree of right preference and problem solving achievement.
As in Van Geason's (1986) study, Roubinek and
Bell (1985) found that girls tended to score greater
on mathematics computation than boys. This relationship of sex to reading and mathematics
achievement appears consistent with a theory held
by Patricia Davidson (Lovinglio, 1981) which
suggests that because girls' left hemisphere develops faster than boys, in elementary school years,
they can use the step-by-step procedures and
memorization of facts which are so prevalent in
schools.
Davidson's theory seems to suggest, from an
instructional viewpoint, that elementary girls can
process information more effectively than can boys
when that information is presented in a manner
consistent with how the left hemisphere processes
information. Conversely, elementary boys can process information more effectively when that information is presented in a manner consistent with
how the right hemisphere processes information.
If this is true, then, it seems logical to suggest that
elementary school students should be afforded a
wide variety of instructional processes in order to
provide them with instructional activities that better
match how they perceive and process information.
If educators can become more effective in doing
this then it seems logical to assume that children
will become more effective learners.
It seems important to end with a caution sign.
Those educators who are concerned about the profession's ability to determine a child's hemispheric
preference have a legitimate concern. Research in
hemispheric preferences is no doubt in its infancy;
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however, the fact that children perceive and process
information in differing ways is built on solid evidence. Even if we hesitate, and we should, to put
a hemispheric label on children we should not hesitate to respond to the differing learning needs of
children by providing a wide variety of activities for
elementary age children. Creating learning environments that force all children to perceive and process
information in like ways is appropriate for only
some children in very limited ways. Children become effective processors of information when they
are introduced to and are allowed to experience
varying methods of processing. It has been said
that variety is the spice of life. Perhaps it can also
be said that variety is the spice of a learner's life.
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Our various contemporary educational efforts
at combating several forms of prejudice are indeed
both noble and necessary; however, these efforts
often conflict with one another, vie with one another
for small places in the curriculum, and seldom reinforce one another. An integration of the various
educational efforts for challenging prejudice is
needed. Much must be done in order to bring this
necessary integration about. This essay speaks to
one of the necessary steps for integration, the need
for a unifying concept and name. The concept and
name suggested is prejudice-free education.
For many centuries there have been teachers
who have challenged studentswhose minds were
crippled by prejudice. But, it was the civil rights
activities of the 1950s which first stimulated our
contemporary efforts at challenging prejudice
through formal classroom lessons and activities.
Civil rights activists called upon teachers and
schools to help students become free of racist attitudes and behaviors. Not only did racism have to
be challenged in housing, in government, and in
the work place, but also in the schools. The civil
rights movement by blacks was soon followed by
movements by other minority groups in the 1960s
and 1970s: American Indians, Hispanics, Polish
Americans, Italian Americans, and many other
groups. These groups also called for schools to help
children grow into adults free of racist and
ethnocentric attitudes. The general result of this
plea to the schools was the development of multicultural education (also called multiethnic and
multiheritage education).
The term multicultural education at first served
as a useful umbrella term for educational efforts
aimed at challenging ethnocentrism and racism in

students. However, by the late 1960s the feminist
movement had been reborn. Feminists also looked
to the schools. Clearly the term multicultural education (and the terms multiethnic and multiheritage
education) did not accurately cover education
aimed at challenging students' sexist attitudes and
behaviors. In the latter part of the 1970s and the
1980s, many reformers and educators began calling
for schools to challenge a wider variety of prejudices, such as religious bigotry, ageism, socioeconomic class prejudice, and prejudice against
homosexuals and the handicapped. The popular
term multicultural education was certainly too narrow to cover all of these concerns.
The noble efforts by teachers to challenge and
eradicate these various types of prejudice (i.e.,
sexism, racism, ageism, etc.) have overlapped one
another and have often competed with one another
for space and emphasis in the school curriculum.
A term is needed which accurately labels and covers
all of the various educational efforts to challenge
prejudice. The common core which all of these
forms of prejudice share is the act of someone prejudging someone else's worth and character based
on irrelevant factors such as skin color, religious
orientation, or sex. Since prejudice is at the heart
of all of these forms of discrimination, and since all
of the various educational efforts are aimed at freeing students' minds of prejudice, the term prejudice-free education can accurately serve as a label
which can encompass all forms of educaton aimed
at challenging various types of prejudice.
Prejudice-free education has two parts: helping
students become free of the various prejudices they
have toward others, such as racism, sexism,
ethnocentrism, ageism, religious bigotry, socioeconomic class bias, bias against homosexuals and
the handicapped, etc.; and, helping students overcome the effects of the prejudices they have been
victims of because of their race, sex, ethnicity, age,
religious orientation, socio-economic class, sexual
orientation, handicap, etc.
At present some of the most potent prejudices
are not being fully addressed in the schools. This
may be because American society has not yet fully
acknowledged discrimination against the handicapped, against people outside of the Judaic-Christian
religious tradition, against the elderly, and many
other forms of prejudice. While political and educational challenges to racism, ethnocentrism, and
sexism have long made the newspaper headlines
and have resulted in numerous statutes, other prejudices have been swept under the rug. The potency
of some of these less discussed prejudices can be
seen when one realizes that while it is possible for
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women and blacks to be elected to Congress, it
would, at present, be nearly impossible for a Hindu
or an atheist to be elected to Congress because of
religious bigotry. Sexism and racism are powerful
prejudices in our society, but a woman or a black
can be appointed to the Supreme Court while, because of religious bigotry, it would be impossible
for someone outside of the Judaic-Christian tradition to be appointed to the Court. By using the umbrella concept of prejudice-free education, these
serious yet seldom acknowledged prejudices can
also be included in curriculum . Prejudice itself, in
all of its forms, must be the concern rather than
merely covering only those forms of prejudice
which happen to be discussed in the mass media
at the time.
All students, all people, naturally and unavoidably make judgments. Benjamin Bloom placed the
making of judgments (evaluation thinking) at the
top of his taxonomy (Sanders, 1966). The teacher's
task is to teach students to refrain from making
prejudgments and instead to make carefully
reasoned and reflective judgments. Students need
to be able to rationally determine the criteria by
which they will judge others. They need to learn
to be conscious, mindful of their own judgmentmaking processes.
The implementation of prejudice-free education
does not require teachers to create new teaching
methods. Teachers need only to employ the teaching methods already in their repertoire. For exam ple, inquiry teaching and the teaching of critical
thinking skills are major components of prejudicefree education. With inquiry lessons, students learn
how to make sound, evidence-supported generalizations (Beyer, 1979). Koh Iberg moral dilemmas can
stimulate growth in moral reasoning ability and
thus increase the student's level of tolerance for
those who have different perspectives (Hersh,
Paolittle, and Reimer, 1979). Values clarification lessons can enable students to develop more selfawareness (Raths, Harmin, and Simon, 1978). Selfawareness of attitudes and values is essential if students are to become free of their prejudices.
Through role playing and simulations students can
gain empathy for others and experience perspectives other than their own (Maidment and Bronstein,
1973). Self-concept enhancement lessons can help
students who are victims of discrimination repair
damaged self-concepts (Canfield and Wells, 1976).
Of course the nature of, and workings of, prejudice
need to be studied by all students. For example, students need to understand the concept "stereotype".
The stereotype, after all, is the major vehicle of prejudice. And of course, students need to examine
relevant, real-life examples of stereotypes. Actually,
much of what is already being taught in today's
schools can be part of prejudice-free education.
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Thus, many teachers are already engaged in
prejudice-free education. And research does show
that teachers and schools can successfully reduce
prejudice in students (Martin, 1985). The teacher
who helps students identify sexist stereotypes is
teaching the first part of prejudice-free education,
i.e., the teacher is helping students become free of
the prejudices they have toward others. The
teacher who helps American Indian students
develop positive self-concepts and pride in their
heritage is teaching the second part of prejudicefree education, i.e., the teacher is helping students
overcome the effects of prejudices the students
have been victims of. What is needed are many
more examples of this type of teaching. The use of
the concept "prejudice-free education" can aid
educators who seek to identify, understand, and
encourage this type of teaching. Use of the concept
"prejudice-free education" can encourage the sharing of teaching materials and lessons by those
educators involved in the various efforts to reduce
different types of discrimination. The concept "prejudice-free education" can help integrate these
presently fragmented and sometimes competing
efforts to challenge prejudice. United under the
term prejudice-free education, the various efforts
to challenge prejudice can reinforce one another.
United they are strong; disunited they become lost
in ever-changing curricula.
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